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Abstract 
Narratives are not only the carriers of hidden, otherwise incommunicable knowledge but also a medium for the 
teacher to understand the content (i.e. tacit knowledge). Our goal is to demonstrate how tacit knowledge is shared in 
the stories of experienced teachers. The teachers were asked to share events which had the greatest influence on 
their career in education, and which they would tell their future and beginning colleagues. 
In order for beginning teachers to connect the knowledge of their subject and their teaching knowledge into 
practically applicable knowledge, much time is required, as well as problem-solving, listening to stories of 
experienced teachers, which is the focus of this study. This learning usually happens informally when the beginner 
teacher is not even aware of the learning. Narration is not only a method of transfer of tacit knowledge 
spontaneously but also a research method because through stories being told we learn about the process of sharing 
tacit knowledge. In this sense, narration is a research and an intervention method. 
It appears that stories of experienced teachers can be divided into several groups, as much as tacit knowledge shared 
within them. This experience supports the initial assumption which is that tacit knowledge is personal, involves 
emotions and values of the given individual and their sharing presumes reflection. The individual experiences his or 
her stories in experiential texts and tells stories using the same words he or she uses to reflect on life and explain it 
to others. Through stories we give moral, practical or aesthetic meaning to situations and are able to better 
understand ourselves, our broader culture and our knowledge. 
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1. Introduction 
Teachers’ storytelling about their professional life and practice is often spontaneously framed in the narrative 
form. Storytelling, whether taking the form of anecdotes, metaphors or images, is a natural way teachers give 
meaning to events and situations (Kelchtermans, 2009). Teacher knowledge is often described as tacit or craft 
knowledge beyond verbalisation (Brown – McIntyre, 1993 In Ottesen, 2007), therefore research focused on teacher 
thinking strives for the description and theorisation of the invisible (Ottesen, 2007, p. 41).  
 
In order for beginning teachers to join their subject knowledge and teaching knowledge and produce more 
powerful pedagogical knowledge, a great amount of time is needed, as well as experimenting with problem-solving 
and listening to experienced teachers. This learning usually happens informally when the beginner teacher is not 
even aware of the learning.  
 
Listening to stories is one of the forms of this type of learning. Practical personal knowledge usually takes the 
narrative form (cf. Gudmundsdottir, 2013, p. 145-146). Huberman (1983) calls this hidden knowledge “recipes” and 
notes that the knowledge is not received non-critically but the recipient intuitively compares it with how it is 
applicable in his or her classroom situation. The principles of experiential learning through stories apply here (cf. 
Krátká, 2010). An individual experiences his or her stories in experiential texts and tells stories using the same 
words he or she uses to reflect on life and explain it to others (cf. Clandinin – Connelly, 1991, p. 258-267 In Schön, 
1991). Storytelling therefore contains a reflection of our perception of experience. 
 
Narratives are not only the carriers of hidden, otherwise inexplicable, knowledge but also a medium for the 
teacher to understand the content. They enable the transmission of a specific type of knowledge which cannot be 
shared otherwise – so-called tacit knowledge. Tacit knowledge is personal, closely connected with a specific person 
and context. Tacit knowledge is not easily visible or explicable; it is deeply rooted in a person’s actions, experience, 
thoughts and values (Wasonga – Murphy, 2006). 
 
This paper focuses on stories of experienced teachers who were asked to discuss those events which had formed 
them the most during their teaching career and which they told (or still tell) to their trainee or beginner colleagues. A 
narrative allows us to explore life experience verbally and to express otherwise incommunicable emotions involved 
in the tacit knowledge being formed (cf. Sleeter, 2001). 
2. Teacher careers 
The following description of the individual stages of teacher professional career is very brief since I do not deal 
with narrative research of teachers’ life biographies but focus on tacit knowledge which is shared through the 
stories. Here, a story is a means of transmitting and explicating specifically personal tacit knowledge and 
experience.  
 
Much like the whole human life, a career of a teacher also consists of a number of stages which have their typical 
features. In their course, we can encounter typical phenomena and processes such as the so-called reality shock, 
establishing oneself in their profession but also re-evaluating one’s choice of profession, its change, the becoming an 
expert within that profession, preparation for leaving the profession and retirement (Vágnerová, 2008). Authors 
differ in their naming of the stages of teacher professional development; despite that we can find some degree of 
agreement in the concept of a beginner, experienced and pre-retirement teacher.  
 
Průcha (2002) defines teacher professional career in five stages: choice of the teaching profession (stage of 
motivation and choice of the study of teaching), professional start (beginner teacher), professional adaptation (first 
years of teaching), professional stabilisation (experienced teacher), professional twilight (burnout syndrome). 
According to Průcha (2002), individual stages are connected with teaching efficiency and quality. A higher stage of 
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a career should therefore mean a teacher of higher quality which is, however, in contradiction with the final stage of 
a teacher’s career (cf. Alan, 1989; Hlaďo, 2012).  
 
Furlong – Maynard (1995) described five stages of teacher professional development which they named early 
idealism, personal survival, dealing with difficulties, hitting a plateau and moving on. The first stages are typical by 
their focus on the development of one’s teaching performance. Beginner teachers strive to act as experienced 
teachers which involves imitation and improvement of such aspects which are perceived as being normally used by 
experienced teachers. However, here they also point out the difference between acting as an experienced teacher and 
thinking as one (Furlong – Maynard, 1995).  
 
Huberman (1993) offers a considerably simpler, yet functional periodisation in which he distinguishes three 
stages of teacher life cycle: novice, mid-career teacher and late-career teacher. These stages are further divided into 
sub-stages which are characteristic by cycles of conflict and resolution which contribute to professional growth of 
the teacher. The whole process is non-continual and non-linear since it also involves periods of halted development 
or periods of return to previous states (cf. Huberman, 1993). Huberman (1993) notes that the whole life cycle of a 
teacher is individual and entirely dependent on specific conditions. According to this theory the first stage of 
teaching (1-3 years) involves “survival” and “discovery”. The second half of the cycle deals mainly with 
stabilisation (4-6 years), “experimenting” and “taking stock” is characteristic for the third phase (7-18 years), the 
fourth phase is described as “serenity and conservatism” (19-30 years) and the last phase is characteristic by 
“disengagement” (31-40 years). Day (2007, 2013), building upon Huberman (1993), also divides teacher 
professional life into three phases: early professional life phase (first 7 years), middle professional life phase (8-23 
years), late professional life phase (24 and more years). 
 
There is a great number of periodisations of teacher and educator professional careers. Much like in the case of 
any other typologies and periodisations, this paper also deals with generalisations into which some exceptions may 
not fit. The stage of professional burnout may not necessarily lead to the end of a teaching career, and conversely, 
terminating one’s career may not necessarily be due to burnout.  
 
The aim of this study is to examine tacit knowledge in the stories of experienced teachers, i.e. studying these 
narratives as means of sharing tacit knowledge with beginner teachers. For this purpose, I use the basic terms: future 
teacher (practising student), beginning teacher, experienced teacher, former teacher, and in the following chapters I 
briefly define the specifics of beginning teacher and experienced teacher stage. 
2.1. Beginning teacher 
A beginning teacher is typically someone who has attained the required university education and is qualified for 
teaching, however, lacks teaching experience. The duration of this stage cannot be specified clearly since it is 
dependent on a number of factors such as type of school, workload, field of qualification, individual characteristics. 
Usually, it is considered to be the first five years (Průcha, Walterová, Mareš, 2009).  According to Podlahová (2004) 
the term beginning teacher can be connected with attributes such as young, inexperienced, immature, but also 
enthusiastic, promising and with good prospects. Vágnerová (2008) also claims that beginning teachers display 
optimistic enthusiasm and expectations, great courage and willingness to take risks and learn new things. They have 
prevailing feelings of self-confidence, which is due to the knowledge they have gained, also flexibility and 
impatience when they try to reach their goals as quickly as possible. Beginning teachers are relatively resistant to 
stress, are realistic and pragmatic at this stage (Vágnerová, 2008).  
 
The duration of this stage is entirely different with each individual. In Czech context, this stage can extend over 
five to ten years while abroad, especially in the Anglo-American environment, it is usually three to five years (see 
the above mentioned periodisations by the individual authors). Průcha (2002) claims that a teacher becomes an 
experienced professional, a so-called expert teacher, after five and more years of teaching. Contrarily, Šimoník 
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(1995) considers a beginning teacher to be a teacher in the first year of teaching. The reason  being that the school 
year, from the perspective of the functioning of the school, teachers and pupils, is a relatively closed system, thus a 
beginning teacher gets a realistic image of his or her profession, about the school functioning, basic methodological 
skills and the scope and content of his or her duties during this first year.   
 
This whole process of transition from preparation to the teaching profession is also full of worry about 
commitment, stabilisation and feeling of responsibility (Huberman, 1995). A beginner teacher immediately takes 
over the same tasks and responsibilities as a teacher with years of experience. Since the first day he or she has to 
cope with a whole set of different tasks connected with the teaching profession (Podlahová, 2004).  Lortie (1966) 
calls this the Robinson Crusoe phenomenon. The transition from preparation for teaching to actual teaching is a 
demanding and often traumatising experience. Sources from abroad  use terms such as “transition shock”, “reality 
shock”, “Praxishock” or “Reinwascheffect” (see Veenman, 1984); Czech sources typically use the term reality 
shock [šok z reality].  Průcha (2002) uses the name professional shock [profesní náraz]. However, Veenman (1984) 
also claims that the use of this term is rather  inappropriate since it suggests that period being referred to is only a 
short one which needs to be survived.  In reality it is a gradual and continuous process. 
 
The cause of reality shock may lie in the conflict between ideals formed during studies and the classroom reality 
(Švaříček, 2011). Simultaneously, a number of other conflicts typical for the stage of starting the profession may 
occur. Specifically it is the conflict between the individual’s knowledge and his or her experience, conflict between 
personal aspirations and the interests of the organisation, and conflict between the new teacher’s position and his or 
her own self-image (Alan, 1989).  
 
Průcha (2005) argues that teaching is significantly different from a number of other professions where the 
beginning worker is gradually brought in and it is only with progress that he or she bears the appropriate 
responsibility. A beginning teacher sees a fundamental change in life and professional role. A pupil and student who 
has so far been lead by teachers becomes a teacher and leads his or her pupils and students him- or herself 
(Mazáčová, 2001). On the other hand, a beginning teacher can draw on a large pool of experience gained as a pupil 
and a student, and can cooperate with more experienced colleagues. 
2.2. Experienced teacher 
Often, the word expert is used, also, less frequently, terms such as good, quality, creative or effective teacher. 
Even more problematic name is veteran teacher which can include an experienced teacher as well as a teacher 
retired after a long career. In general, it can be said that an expert is one who gives highly qualified performance 
which precisely address the issues of the teaching reality. It appears that the characterisation of an experienced 
teacher will consist largely of listing two main attributes as described by Švaříček (2007), i.e. methodological 
knowledge and classroom management. An experienced teacher is also able to positively influence the personal 
development of each student.  
 
The definition of this period is difficult to define in terms of time or age; Průcha (2002) describes two criteria 
based on which a teacher can be considered experienced. He defines them as a phase where it is no longer necessary 
to systematically and professionally aid the teacher and where the teacher enters a higher salary scale. This period is 
not without problems either. There is emerging dissatisfaction and exhaustion which can provoke feelings of 
imprisonment and stereotype, or an effort to escape the situation (Huberman, 1995). These problems can be 
deepened in combination with mid-life crisis with yet diminishing expectations of professional growth, drop of one's 
energy and work enthusiasm. Naturally, after overcoming this crisis, the teacher can find new energy (Vágnerová, 
2008). 
 
Despite these problems, it is usually a stable part of the professional career which is at its peak (cf. Vágnerová, 
2008). The teacher is aware of his or her own identity, abilities, gained experience and skills, is able to deal with 
classroom discipline, has good relationship with pupils and colleagues or becomes a mentor to inexperienced 
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colleagues. There can also be an effort for self-assertion or even much greater concentration on the profession itself 
which can be a reason for burnout later (cf. Vágnerová, 2008). At this stage teachers also become aware of their own 
limits or they may be reconsidering the importance of their career. It all takes place dependent on age but also 
neglected  needs such as self-fulfilment, the need to see the meaning of one’s work, the need for future development 
and social contact (Vágnerová, 2008). 
 
Day (2013, p. 370) compiled five basic traits typical for good (experienced) teachers based on a number of 
research works in this topic: 
1) Good teaching exhibits a combination of technical and personal competencies, deep knowledge of one’s 
subject and empathy with learners (Hargreaves, 1998; Palmer, 1998). Teachers as people cannot be 
separated from teachers as professionals (Nias, 1989). Teachers invest themselves into their work. In 
other words, best teaching is a passionate affair (Day, 2004). 
2) Good teachers are those whose pupils feel the teachers care. They care about them as part of their 
professional service and their care is apparent in connection with everyday interaction in the classroom 
as much as care for general good atmosphere and appreciation (Ashley – Lee, 2003; Fletcher-Campbell, 
1995, Noddings, 1992). 
3) Teachers’ sense of identity and agenda (the way they answer, reflect and direct the relationship between 
their educational ideals, working environment, beliefs and broader social and political context) is key for 
their motivation, well-being and the ability to teach at their best. It is also the way they define 
themselves as teachers (Day – Lee, 2011; Schtz – Zembylas, 2009). 
4) The scope of the teachers’ understanding of their own emotions as well as the emotions of others is 
connected with their ability to manage the lesson and learning. Good teaching requires the connection of 
emotions and self-knowledge (Denzin, 1984; Harris, 2007; Zembylas, 2003). 
5) To be a good and effective teacher for the whole time requires hope and momentum, the ability to direct 
and lead in changing circumstances and contexts (Bullough, 2011; Day – Gu, 2010; Gu – Day, 2007). 
3. Narratives and tacit knowledge 
On the one hand we encounter a dichotomic division of knowledge into narrative and academic (Lyotard 1979, 
Bruner, 1986 and others), on the other into tacit and explicit (Polanyi, 1959, 1966, Morgan 2008, Wasonga – 
Murphy, 2006 and others). This division (into the narrative mode of knowledge and the logical-scientific or 
pragmatic mode) was studied by Bruner (1986), who reaches the conclusion that the narrative form of knowledge 
shapes the organisation of human experience. The narrative form of knowledge is therefore a way of sharing social 
tacit knowledge. 
 
Although various authors differ in their concept of tacit knowledge, there is some concord in the fact that tacit 
knowledge is connected with a specific person and specific context in which it is explicated as opposed to explicit 
knowledge which is connected with theory disconnected from the context of the situation at hand. Tacit knowledge 
is action/activity oriented knowledge gained without direct aid from other people which enables the individual to 
attain goals bearing a personal value (Sternberg – Wagner – Williams – Horvath, 1995, p. 916).  
 
This knowledge is difficult to share since it is difficult to express using propositions and rules. On the other hand, 
this knowledge is not completely incommunicable – it can easily be shared using narratives (Linde, 2001). Stories 
can be used to describe knowledge which cannot be quantified, i.e. to describe knowledge of social interaction, 
social practice.  
 
According to a number of authors (Nonoka – Takeuchi, 1995; Lunenburg - Ornstein, 2004 In Wasonga – 
Murphy, 2006), tacit knowledge can be shared through an alternative model which is based on metaphors, stories, 
biographies, autobiographies, conversations with experts, or figurative language and symbolism which to some 
extent corresponds to using narrative. Thanks to this, individuals with different experience and from different 
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backgrounds can understand things with the help of imagination. A story or an additional question can also lead an 
individual to reconsidering his or her understanding. 
 
As far as this paper is concerned, a narrative is understood in accordance with Barthes (1977) and Czarniawska 
(2004) as something with which we cannot manipulate, i.e. spoken or written text which offers a number 
chronologically linked event/action or events/actions elements (Czarniawska, 2004). In this sense, it is easy to say 
what is not a narrative even though it is a text – it can be e.g. a chart, typology, list, etc. (see Goody, 1986). It can 
therefore be said that a narrative follows us everywhere we look, while a story has the addition of a plot. Todorov 
(1971) offers a definition of minimal plot, “Minimal complete plot consists in the passage from one state of 
equilibrium to another. Ideal “narrative” begins with a stable situation which is disturbed by some power or force. 
There results a state of disequilibrium; by the action of a force directed in the opposite direction, the equilibrium is 
re-established, the second equilibrium is similar to the first, but the two are never identical.”In other words, every 
story is also a narrative but not every narrative (or its fragment) is also a story.  The process of sharing tacit 
knowledge is not limited only to stories containing a plot but uses any narrative which in itself enables the 
explication and transfer of the specific type of knowledge which would otherwise be incommunicable. I assume that 
the quality of the teacher’s personality is practical communication competencies which enable an easy formulation 
and sharing of stories (cf. Frýdková – Pospíšil, 2009). 
 
Fiore, Metcalf and McDaniel (2007, p. 41) define a story as a temporally and causally arranged series of events 
experienced by the main character which overcomes one or more difficulties (or fights adversaries) in a specific 
environment (cf. Bruner, 1986). In the case of this paper, the field text are fairly complex stories of experienced 
teachers. 
4. Methodology 
Each educator’s knowledge is deeply personal, therefore research which focuses on educational processes using 
narratives has no other option but to enter into the personal stories (cf. Elbaz-Luwisch, 2007, p. 376 In Clandinin, 
2007). A narrative study teaches us to take seriously those small life incidents which can have a surprisingly great 
significance for our future. The narrative study then offers to the reader the variety of experience which would 
otherwise be viewed as uninteresting and ordinary. The narrative study focuses on the sectional instead of the 
general; its goal is to understand the meaning of the components of experience. This enables for a potentially deeper 
and more meaningful understanding. 
 
Narration is not only a method to transfer tacit knowledge spontaneously but also a research method because 
through stories being told we learn about the process of sharing tacit knowledge. In this sense, narration is also a 
method of intervention. This is the common feature of a number of existing approaches to narrative research. A 
number of authors took the decision to use narrative research based on the assumption that teacher knowledge takes 
the form of stories which is indicated by their telling stories about their work, about their dialogues with colleagues, 
pupils, use of teaching materials and their own inner dialogues (cf. Elbaz, 1991; Carter, 1993; Elbaz-Luwisch, 2007, 
p. 259 In Clandinin, 2007; and others). Narrative research always begins with experience in the way it is expressed 
in the stories being experienced or told. These research studies suggest that in order to understand the individual 
elements it is possible to use complex life stories as well as smaller narratives with specific content where each 
involves a broader context in which they are based and told.  
 
The analysed narratives are transformed into research text with the aid of theoretical background for the 
individual narrative threads and topics which remain the true driving force. Concerning the formal presentation of 
the text, I chose a combination of the expository and argumentative form (cf. Chatman, 1990). This approach 
essentially corresponds with the view held by Čermák - Hiles - Chrz (2007) who observe tacit knowledge hidden in 
stories by means of content analysis by selecting sub-propositions which they group into categories whether pre-
defined or created during the text analysis. In the presented study the selected examples of narratives are in 
categories which they represent. 
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4.1. Research sample 
In the presented research, the teachers were asked to share events which had the greatest influence on their career 
in education, and which they tell or would tell their future and beginning colleagues. The sample included teachers 
from five elementary schools and one large high and vocational training school with several hundreds of teachers in 
Brno (Czech Republic). In total I collected 24 stories of teachers who were willing to take part in the research were 
comfortable with sharing their experience. During data collection I also encountered teachers who considered the 
storytelling too personal and refused to participate. There were also encounters with teachers who said they did not 
think about such events in their life and that they were not able to recall any. This experience supports the initial 
assumption stated in the introduction which is that tacit knowledge is personal, involves emotions and values of the 
given individual and their sharing presumes reflection.  
 
In accordance with the rules of choosing a sample in qualitative research it can be stated that it was an ideal 
selection of respondents who did not constitute an average and typical group of educators but they were teachers 
who often reflect on their experience and are willing to share their knowledge and experience in personal stories. It 
is these teachers who can potentially have an influence on their beginning and future colleagues by means of telling 
their stories. 
5. Results and discussion 
I asked myself how experienced teachers share their experience and tacit knowledge formed from key events 
which formed them during their career as teachers and educators. It appears that they use stories as the most natural 
form to communicate their attitude, their personal knowledge and experience gained from coping with situations on 
a daily basis (cf. Krátká, 2010). 
 
For easier presentation, stories of experienced teachers can be divided into three basic groups based on the 
original source of the knowledge which is shared in them. The sources of tacit knowledge carried in stories about 
key events in the careers of the interviewed educators are as follows: Former teachers from their childhood, Former 
pupils (including events concerning raising their own children), Existing pupils.  
 
I chose to present several types of stories in a table to outline the relations and similarities. 
     Table 1: Stories of experienced teachers 
Story Type of story1 Comment 
Teacher (male, 23 years of experience): 
Once, in 8th grade or so, I had to go and see a 
doctor. And the second day I came to school 
and my form teacher called me and said, 
“Jeřábek, give me your report book.”And she 
wrote a note for my parents there that I was 
throwing the sponge around and that I broke 
some picture. I told her that I hadn’t been at 
school and so I couldn’t have been throwing the 
sponge around. She said that she was leaving 
the note there because if I had been at school, I 
would have been throwing it anyway. So I 
think I something changed in me back then and 
I thought that it can’t be quite ideal that there is 
Former teachers 
(negative  
positive) 
The teachers 
shares his feelings 
if injustice in the 
role of the pupil. 
Through this 
narrative he also 
communicates 
tacit knowledge 
about his 
relationship with 
pupils, about the 
consciousness of 
the “need” for a 
remedy of these 
 
 
1 Type of story based on the source of tacit knowledge (the words in brackets suggests the development between the emotional relationship 
with the source and to the tacit knowledge being formed) 
844   Jana Krátká /  Procedia - Social and Behavioral Sciences  171 ( 2015 )  837 – 846 
some sort of barrier being built around teachers. relationships.  
Teacher (male, 42 years of experience): 
Well, I was influenced by two people, hugely 
by some Mr Dočkal who later became my older 
friend who introduced me to music. He used to 
teach PE and Russian and had founded a music 
group at the school. Well, and that way he got 
me to do exercise. (...) Well, and generally, the 
way he treated people. 
Former teachers 
(positive  
positive) 
In the story about 
one of the key 
teachers from his 
childhood, the 
teacher suggests 
the development 
of the concept of 
himself as a 
teacher including 
the tacit 
knowledge 
concerning 
attitudes to people.  
Teacher (female, 30 years of experience): 
(...) She came out from backstage and said, you 
have an ex-pupil there, he’s giddy to see you. 
See, it is such a fuzzy feeling that it makes you 
think that all the lapses all the problems all this 
that is here is really worth it. 
Former pupils 
(negative  
positive) 
The teacher shares 
her story with a 
strong emotional 
tone in which she 
describes regular 
rebirth of her 
negative 
experience into 
positive.  
Teacher (female, 30 years of experience): 
(...) And we got Marcelka in the class, a blind 
girl, severe visual impairment. (...) she was 
such a sweetheart, so for me it was really 
enriching because until then I hadn’t been so 
close with a blind person and it was perfect for 
my children too because she would visit our 
family (...) And in the end Marcelka and the 
boy got married, they live in Kroměříž, in 
sheltered housing. (...) Well, now she calls me 
by my first names and we are more on the same 
boat so I sometimes go there to visit her. (...) 
So that influenced me a lot, probably the most 
of all. (...) Marcelka just makes me melt... 
Former pupils 
(positive  
positive) 
In a story with a 
strongly positive 
emotional tone, the 
teacher shares her 
experience and 
tacit knowledge of 
individual 
approach to pupils 
and how important 
it is to believe in 
the approach in her 
view.  
Teacher (male, 20 years of experience): 
I had a girl in a class and she just stole 
something. (...) She got a chance because you 
can get suspended or even expelled for theft 
and she only got a warning from the Head 
which she didn’t like but she did get the 
chance.  (...) she advanced to the next grade and 
she had problems anyway, with attendance, and 
in the end, this year, I am not teaching her 
anymore, because she dropped out. (...) 
recently, it has been more and more of an issue 
for me to give somebody a chance. If it really is 
theft, I would probably, I got to the stage, 
where I would probably go for expulsion 
instead of a second chance. This, I think, 
influenced me. 
Existing pupils  
(negative  
positive) 
The teacher shares 
his tacit 
knowledge 
constituting his 
developing self-
concept in terms of 
morality and 
values.  
Teacher (female, 20 years of experience): 
I was moved by this other girl, she is from my 
favourite class, as it happens, and she came to 
me and said, Miss, I need to talk to you. (...) 
Existing pupils 
(positive  
positive) 
In her story, the 
teacher 
communicates her 
tacit knowledge of 
the importance of 
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She says, you are out-grouping me, why are 
you prejudiced, what have done to you? And I: 
Anetka, you, nothing at all. But I was so 
surprised, her bravery, where did she get that 
from, to tell a teacher, you are out-grouping 
me, that is just, even for her it must have been 
huge, massive courage, because hardly anyone 
would dare, like, to brave up like this. And I 
considered this a positive feedback that she 
wasn’t afraid to tell me and came to talk to me 
about it. 
“human” 
behaviour for a 
teacher, from her 
perspective.  
 
The findings support the initial assumption which is that tacit knowledge is personal, involves emotions and 
values of the given individual and their sharing presumes reflection. The individual experiences his or her stories in 
experiential texts and tells stories using the same words he or she uses to reflect on life and explain it to others. 
Through stories we give moral, practical or aesthetic meaning to situations and are able to better understand 
ourselves, our broader culture and our knowledge. 
 
It appears that the actual identity of a teacher and his or her self-concept is still being formed even in the case of 
experienced teachers (cf. Švaříček, 2007) whose key career events I have been dealing with. As much as in the case 
of any relevant research in career stories (Kelchtermans, 2009, pp. 261-263), the stories studied by me also exhibited 
five components which together constitute a teacher’s self-understanding: self-image, self-respect, work motivation, 
feeling of purpose, future perspective.   
 
Research focused on transferring tacit knowledge using narratives (e.g. Linde, 2001) claims that stories are most 
commonly told about either a great success or failure and this was no different in case of the interviewed 
experienced teachers. People usually do not tell stories about the routine of day to day work and with themes of 
process organisation. 
 
The emotional relationship with the events from which tacit knowledge and experience was formed was in case 
of all the observed types of stories either positive or negative. The transformation of experience from these key 
events in the teachers’ life, however, always led to a positive emotional tone of the piece of tacit knowledge being 
formed. The sample of 24 stories which I have collected contained none which would include a negative emotional 
tone in terms of the relationship between the (positively or negatively viewed) event and the developing tacit 
knowledge. 
 
It appears that stories do not only remind one of past events but also express the speaker’s moral attitude to the 
event. They offer the recipient an opportunity for insight into other people and into their personal tacit knowledge 
and experience otherwise linked to a specific context and individual.  
 
Stories are beneficial to the cognitive area and are able to elicit and “discuss” affective and social types of 
information (Fiore, Metcalf and McDaniel, 2007, p. 41). In general, it can be said that sharing personal experience 
and knowledge through stories creates opportunities for reflection of personal experience and for self-reflection (cf. 
Krátká, 2010). Despite the fact that informal learning environments created by means of discovery of relations 
between our own stories and those of other people can seem chaotic, this process of sharing between a beginning 
and an experienced teacher remains an irreplaceable, elementary form of their learning. 
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